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Abstract 
The study tried to investigate the contribution of primary school teachers’ peer assessment and self-reflection to 
the implementation of active learning strategies. In this study, self-reflection and peer assessment include three 
broad categories, such as methods of teaching and learning, instructional resource utilization, and assessment 
techniques. This study was carried out on randomly selected primary school teachers of Bahir Dar town (the 
capital city of Amhara Region). Using multistage random sampling technique, five schools were selected out of 
25 government primary schools found in Bahir Dar town. And then 50 teachers were randomly selected from a 
total of 157 teachers found in the five selected primary schools. Of these sample teachers, 32 were female and 18 
were male. Peer assessment and self-reflection checklists were employed to solicit information from teachers 
about their state of using the two techniques as a means for promoting the implementation of active learning 
strategies. The results indicated that teachers’ peer assessment and self reflection are insufficient in promoting 
the implementation of active learning strategies in primary schools of Bahir Dar town. This paper, therefore, 
proposes means and ways of improving the roles and status of teachers in using peer assessment and self 
reflection as a means to promote the implementation of active learning strategies in primary schools of Bahir Dar 
town. 
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Background of the Study 
Achieving the minimum educational quality level is the outstanding concern of Ethiopia as a nation. This is 
believed to be realized through the four basic strategies. The strategies, as disclosed in the ETP, include: 
professional development, curriculum development, school management, and program evaluation (ETP, 1994). 
Of these basic variables, teachers’ professional development takes the lion’s share in the move towards bringing 
quality education in this nation (MoE, 2003).  
As disclosed in the ETP (1994), education in the nation was highly authoritative, teacher-centered, 
which considered students as mere information receivers. That is, traditional methods of teaching subjects at any 
educational level employ a lecture format of instruction in which the majority of the students are passively 
listening to the instructor and taking down notes. In addition, the educational culture that had been flourished in 
the previous successive regimes’ education systems of Ethiopia is believed to prohibit teachers’ performance in 
conformity with the philosophy of considering learners at the center of instruction.  
However, current views of learning and instruction challenge the wisdom of this traditional pedagogy 
by stressing the need for the learner to play an active role in constructing knowledge. This is due to the fact that 
the main intention of any formal education is to bring long lasting and authentic behavioral change among 
learners. To realize this intention, it must be learners who should actively participate and lead themselves 
towards the required end. This being the case, the current ETP has targeted teacher professional development 
with emphasis to developing the skill of facilitating students’ active learning in all instructional situations. 
In line with the current educational policy issues, the Ministry of Education has set TESO program as a 
strategy to enhance teacher development that articulates the nature of teacher training at different levels of 
education. The main intention of such a program is to improve educational quality in Ethiopia through increasing 
knowledge, attitude and skills of teachers required to practice active learning in the actual classes (MoE, 2003). 
Specifically put, the program aims at helping teachers"--- use active learning and student-centered teaching 
methods" (MOE, 2003, p. 6) in their actual classrooms. Put in yet other words, one of the major targets of the 
program is to develop the skill of teachers in using active learning that promotes students' participation in the 
teaching learning process. 
In a different line of argument, providing quality basic education for all school going age children by 
the year 2015 is a commitment of many countries including Ethiopia. To achieve this goal, special emphasis has 
been given to the question of access in quite many cases in the Ethiopian education system. The commitment to 
achieve the goal is not only limited to provision of access but also concerned about bringing quality in education. 
The Ethiopian education system with the current Education and Training Policy (ETP, 1994) and consecutive 
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Education Sector Development Programs (ESDP I, II III, and IV) has made significant efforts to creating access 
to many school-going age children. Consequently, the primary enrollment has increased dramatically in Ethiopia. 
However, relatively speaking the quality of students’ learning has been a challenge in the educational system. As 
a result, the problem of quality in education has become a great concern of the Ethiopian government, educators, 
teachers and other interest groups to educational matters. 
The problems in quality could be related to input factors such as, student-teacher ratio, student-textbook 
ratio, and teachers’ qualification. However, of the most important factors that may be responsible to learning 
quality could be related to the way the teaching-learning process occurs, the extent to which teachers examine 
their teaching practice, how much school supervision is directed towards helping them improve instruction and 
making the learning process active and learner-centered. Accordingly, it is believed that the quality of the 
teaching learning process can be improved by a multiple of interventions. Along with those input factors, 
teachers can be assisted to improve their practices through school based-collegial and collaborative supervision. 
Involving teachers in action research can also be another important means of improving teaching and learning. In 
this respect, teachers can also be supported through peer assessment based feedback. Most important 
complementary move to peer assessment is self reflection of one’s practice as a measure of improving the quality 
of teaching and learning. This is based on the assumption that the more teachers make their classrooms and their 
teaching practices open to self reflection and peer assessment, the better the lesson they obtain to improve their 
practice and thereby improve student learning.  
Student-centered learning would encourage active participation in their lessons which in turn would 
have positive contributions to develop abilities for creative thinking, problem solving and relating learning to 
real life experiences thereby achieving the envisaged goal of schooling. This can be more consolidated when a 
teacher is ready to engage in a continuous professional reflection on his/her own practice. Moreover, peer 
assessment would further enhance the professional development of teachers, which has greater contribution to 
active learning and quality education (Schon, 1993). 
This study, therefore, investigates how far primary school teachers’ employ peer assessment and self 
reflection in their respective sessions with the intention to enhance the implementation of active learning. 
 
Statement of the Problem 
Currently, educational institutions are expected to prepare students to meet the challenges of a swiftly changing 
world. This implies that schools are required to respond to these changes by altering the way they have been 
designing and implementing innovations for teaching. The change is presumed to involve the changes from 
philosophical perspectives schools adapted to the changes in the actual practice in the classroom. To realize this 
core intention of the 21℃., corresponding changes in relation to professional development is highly demanding. 
Research suggests that there has little recognition of the benefits of professional development in the 
history of education before. Nowadays, however, several researchers have identified the professional 
development of teachers as a major component of school improvement that is necessary to provide students with 
the best educational practices. Professional development is critical to systemic educational reform and school 
improvement that is designed to enhance the teaching learning process (Fullan & Hargreaves, 1996). To this 
point, Guskey (1986) added that the goal of professional development is to bring about shifts in the beliefs, 
attitudes, and classroom practices of teachers with the ultimate target being changes in student outcomes.  
However, the teaching learning process in most schools in Ethiopia has continued to be teacher 
dominated (MoE, 2003). Most classes in the Ethiopian primary schools are characterized by a situation where 
students are made to listen to their teachers and copy notes from the blackboard. Learning by doing, problem 
solving, cooperative learning and group approaches are limited and if used, they don’t serve their very purpose. 
But literature from the psychology of learning disclosed that true and long lasting learning occurs not through 
pouring of information from a classroom teacher to students but by the real engagement of learners in the 
process of teaching and learning.  
Consequently, there is a widely shared concern among educators in Ethiopia that the quality of learning 
especially in primary schools is very low. The Education Sector Development Program III (2005), for instance, 
stressed that the education system faces serious problems pertaining to teacher qualification, shortage of 
textbooks, and high student-teacher ratio. The dropout rate has been high and the retention rate at grade 5, for 
example, is only about 55 per cent. In addition to this, there is a wide gender gap of 18% favoring boys (ESDP 
III, 2005). Moreover, research findings (Pauline et. al, 1997; a study by Women’s Affairs Department, 2000 
cited in MoE Task Force, 2007) indicated lower participation of girls in classroom activities. These studies also 
showed that teachers give little encouragement for girls’ participation in their classes. These situations have 
brought a serious concern among educators and the ministry of education about educational quality and further 
triggered them to find appropriate ways and means of boosting up teachers competency of managing classes with 
diversified needs.  
The MoE of Ethiopia has reacted to this situation in different ways. The Ministry in its Education 
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Sector Development Program III (ESDP III, 2005/2006-2010/2011), for example, document indicates the 
following main points as part of quality enhancement endeavors: 
• In the School Improvement Program emphasis is given to active learning, professional development, 
collaboration and quality of instruction. 
• Improving teachers’ professional growth through continuous professional development. 
• Strengthening school cluster based in-service training through active learning methodology, action 
research. 
• Strengthening in-school-supervision so that experienced, skilled and innovative teachers can share their 
experiences and coach the inexperienced teachers. It further pointed out that the content of pre-service and 
in-service teacher training programs will be revised to enable the teachers acquire and develop appropriate 
pedagogical skills that are academically sound, child friendly, and gender sensitive. 
Regarding active learning, the extent teachers understand the concept and the skills they have to implement it are 
essential conditions. Moreover, the quality and amount of feed-back teachers get on their own teaching, the extent 
of their readiness to accept constructive comments of their peers on their teaching are issues that are subject for 
investigation. Moreover, the practice of self reflection and making continuous effort to improve one’s own 
teaching is not visible in Ethiopian schools (MoE, Task Force, 2007). Hence, the study is designed to assess the 
extent to which teachers’ peer assessment and self reflection could enhance the implementation of active learning 
in primary schools of Bahir Dar town by proposing the following leading questions:  
• To what extent are teachers’ peer assessment and self reflection used to promote active learning 
strategies in primary schools of Bahir Dar town? 
• What kind of relationship does exist between teachers’ peer assessment and self reflection?  
• Is there any difference in teachers’ peer assessment and self reflection by experience, gender and age of 
participants? 
 
Purposes of the Study 
The purposes of this study include: 
• Examining the extent to which teachers’ peer assessment and self reflection are used to promote the 
implementation of active learning in primary schools of Bahir Dar town. 
• Indicating the relationship that exists between teachers’ peer assessment and self reflection.  
• Showing whether or not there exist a difference in teachers’ peer assessment and self reflection by 
experience, gender and age of the participants.  
 
Significance of the Study 
The School Improvement Program (SIP) was developed to meet the identified needs of school teachers. It was 
believed to provide teachers with a practical experience to implement active learning strategies in their teaching. 
As it is indicated elsewhere in the literature, the successful implementation of any training for teachers largely 
depends on the extent to which it considers their needs and concerns for the kind of training they want to take 
(Solomon & Alemayehu, 2010). Hence, this study is significant in that the results will help Amhara Region 
Education Bureau or MoE to reconsider the ways and means of implementing SIP for primary school teachers’ 
in Bahir Dar town vis-à-vis the feedback obtained in this study. It also helps primary school teachers in Bahir 
Dar town to see where they are in terms of using self reflection and peer assessment as a means of professional 
development directed towards justifying their day to day practice in the schools. 
In general, as the researcher’s lived experience proved, the teaching learning process had been totally 
considered as a secrete activity behind classroom doors, i.e, it was left to a teacher and the respective classroom 
students. No colleague was invited to observe teacher’s instructional acts. The results of this study, therefore, is 
believed to further strengthen the current Education and Training Policy’s attempt to make teaching and learning 
public and thereby promote a collaborative and self reflective instructional environment  in schools.  
 
Delimitation 
This study would have been complete had it been made by soliciting data from different sources (students, 
principals, parents, teachers) and using different methods (such as FGD, interview, observation, questionnaire, 
and content analysis). But due to time inconvenience and budget constraints, the study is delimited to teachers as 
the only source of information, and teachers perceptions soliciting using peer assessment and self reflection 
checklists developed by the researcher as the only instruments for collecting data.  
 
Definition of Important Terms 
• Peer assessment: refers to colleagues’ actual classroom observation feedback given to the respective 
classroom teacher about his/her teaching with emphasis to promoting active learning in actual teaching-
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learning sessions. 
• Self reflection: refers to a teacher’s retrospective thinking about his/her teaching practice with emphasis to 
promoting active learning in actual teaching-learning sessions based on the feedback obtained thereof.   
• State: current competency of teachers in using peer assessment and self reflection about their teaching 
practice in schools. 
 
RESEARCH METHODOLOGY 
As it is stated earlier, the purpose of this study was to assess the contribution of teachers' peer assessment and 
self reflection to active learning strategies in the teaching learning process. Hence, to meet its goal effectively, 
the following elements were designed accordingly. 
Population and Samples of the Study  
The population of this study includes all government primary school teachers (364 male and 422 female with a 
total of 786) found in Bahir Dar town. The total number of government primary schools was 25. The samples of 
this study were teachers in randomly selected five primary schools from the population of this study who were 
assigned to teach students of grades 1 through eight in 2009/2010 academic year. Teachers who were assigned to 
facilitate activities of the schools other than teaching like the director, vice-director and the administrative staff 
of the school were excluded out of the study. In other words, of the total 157 (84 female and 73 male) teachers of 
the selected schools, 50 (32 female and 18 male) of them were assumed as samples of the study. 
Sampling Technique 
 Out of 25 government primary schools found in Bahir Dar town, five of them were selected using random 
sampling technique (lottery method) from their list available in the Bahir Dar Special Zone Education Office. 
Then, 32 female and 18 male teachers were selected using second round random sampling technique out of a 
total of 157 teachers found in the five selected schools. This sampling technique was used because the researcher, 
as it is agreed up on from the relevant literature too, found it more convenient, impartial and appropriate to take 
representative sample for the total population of the study. 
Methods of Data Gathering 
To gather reliable and valid data from the selected teachers, the researcher has adapted peer observation and self 
reflection checklists which are developed by MoE Task Force, (2007) as part of one of the supplementary 
materials it developed. These checklists prepared were filled in by randomly selected teachers in the respective 
schools.  
The peer assessment checklist was applied to see the state of peer observation practiced in selected 
primary school classes. To apply this technique, the researcher tried to modify certain criteria suggested by the 
Task Force based on the information from the review of the related literature and consulting the researcher’s 
long time pedagogical background know-how. To this effect, fifteen criteria were employed for assessing the 
status of peer assessment practiced in primary schools of Bahir Dar town. Each item has three levels of 
frequency designated by 0,1,2, for not at all, sometimes, and often employed, respectively. 
The other data gathering instrument used was, self reflection, which was conducted using self reflection checklist 
that has fifteen items. Each item has three level of frequency designated by 0,1,2, for not at all, sometimes, and 
often used, respectively. This reflection checklist was used to assess the respective teacher’s perception of 
justifying his/her instructional practice in latter sessions. The items of the checklist were developed by the 
researcher based on the information from the review of the related literature and consulting the researcher’s long 
time pedagogical background know-how. 
Data Gathering Procedures 
 Peer observation and self reflection checklists were given to colleagues who have long years of experience in 
teaching so as to critically assess the relevance and comprehensiveness of those checklists in assessing the state 
of teachers peer assessment and self reflection. Before collecting data using the checklists, an attempt was also 
being made to see whether the checklists mean the same thing to different readers or not. To this end, the 
checklists were given to language editors for necessary modification. The language editors tried to endorse 
modifications in such a way that the researcher’s intent of communication can be clearly understood by the 
respondents of the study. Then as part of the pilot study, the checklists were filled in by seven primary school 
teachers who were selected arbitrarily in the mentioned population of this study. The respective checklists were 
collected from the seven teachers, and thereby content analysis was made by the researcher in such a way that it 
enables him to make relevant adjustments to the final draft of the checklists.   
Finally, the checklists were distributed to sample teachers. Each sample teacher was required to fill in both the 
self-reflection and peer assessment checklists. The return rate of the filled in checklists was 95 percent.  
Data Analysis Technique  
Results obtained from the peer assessment and self reflection checklists were analyzed using correlation, t-test 
and Chi-square test. The t-test analysis technique was employed for the purpose of checking the difference that 
exist between teachers’ state of using self reflection and peer assessment as means to promote the 
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implementation of active learning in actual instructional delivery. In addition, correlation enables the researcher 
to see the relationship between teachers’ state of using peer assessment and self-reflection as a means for 
promoting the implementation of active learning. The third analysis technique used in this paper enables the 
researcher to see the extent of use of peer assessment and self reflection as practice based strategies of promoting 
the effective implementation of active learning in schools.   
 
PRESENTATION AND ANALYSIS OF DATA 
This part of the study tries to present and analyze the data collected from teachers’ state of actual practicing peer 
assessment and self reflection as a means to promote the implementation of active learning in actual classrooms. 
To this end, as mentioned before, the data collected by the checklists were analyzed using Chi-square tests, t-test 
and correlation coefficient. 
The State of Self-reflection among Primary School Teachers of Bahir Dar Town 
Table 1 Total self-reflection related questions 
 frequency Observed N Expected N Residual Chi-square(a) df Asymp. Sig. 
never 352 250.0 102.0 69.624 2 .000 
some times 229 250.0 -21.0    
often 169 250.0 -81.0    
Total 750        
 
Table 1 show that the frequency of using self reflection in actual teaching learning process is much inadequate.  
The residual for “never used” and “often used” self assessment techniques as a means of fostering learner-
centered learning strategies were by far different from the expected number of participants but with different 
signs. That is, more respondents (352) put that they never used such a technique as part of their teaching learning 
process where as lesser respondents (169) than the expected number of participants declared that they often use 
self assessment technique as a strategy for promoting active learning in their actual sessions. This variation is 
very much significant at =0.05 level. 
 
Table 2 method related self reflection questions 
 frequency Observed N Expected N Residual Chi-square(a) df Asymp. Sig. 
never 114 83.3 30.7 17.528 2 .000 
some times 73 83.3 -10.3    
often 63 83.3 -20.3    
Total 250        
 
Table 2 shows that the frequency of using method related self reflection techniques in actual teaching learning 
process is much insufficient.  The residual for “never used” and “often used” method related self reflection 
techniques as a means of fostering learner-centered learning strategies were by far different from the expected 
number of participants but with different signs. That is, more respondents (114) put that they never used such a 
technique as part of their teaching learning process where as lesser respondents (63) than the expected number of 
participants (83) declared that they often used method related self reflection techniques as a strategy for 
promoting active learning in their actual sessions. This variation is very much significant at =0.05 level. 
 
Table3 Resource utilization related self reflection questions 
 frequency Observed N Expected N Residual Chi-square(a) df Asymp. Sig. 
never 138 83.3 54.7 57.848 2 .000 
some times 69 83.3 -14.3    
often 43 83.3 -40.3    
Total 250        
Table 3 shows that the frequency of using resource utilization related self reflection techniques in actual teaching 
learning process are too little.  The residual for “never used” and “often used” resource utilization related self 
reflection techniques as a means of fostering learner-centered learning strategies were by far different from the 
expected number of participants but with different signs. That is, more respondents(138) put that they never used 
such a technique as part of their teaching learning process where as lesser respondents (43) than the expected 
number of participants (83) declared that they often used resource utilization related self reflection techniques as 
a strategy for promoting active learning in their actual sessions. This variation is very much significant at 
α
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=0.05 level. 
Table 4 Assessment related self reflection questions 
frequency Observed N Expected N Residual Chi-square(a) df Asymp. Sig. 
never 100 83.3 16.7 8.456 2 .015 
some times 87 83.3 3.7    
often 63 83.3 -20.3    
Total 250        
 
Table 4 shows that the frequency of using assessment related self reflection techniques in actual teaching 
learning process is scarce.  The residual for “never used” and “often used” assessment related self reflection 
techniques as a means of fostering learner-centered learning strategies were by far different from the expected 
number of participants but with different signs. That is, more respondents (100) put that they never used such a 
technique as part of their teaching learning process where as lesser respondents (63) than the expected number of 
participants (83) declared that they often used assessment related self reflection techniques as a strategy for 
promoting active learning in their actual sessions. This variation is very significant at =0.05 level. 
 
The State of Peer Assessment among Primary School Teachers of Bahir Dar Town 
Table 5 Total peer-assessment related questions 
 frequency Observed N Expected N Residual Chi-square(a) df Asymp. Sig. 
never 376 250.0 126.0 103.968 2 .000 
some times 220 250.0 -30.0    
often 154 250.0 -96.0    
Total 750        
 
Table 5 as in the case of Table 1, shows that the frequency of using peer assessment in actual teaching learning 
process is much inadequate.  The residual for “never used” and “often used” peer assessment techniques as a 
means of fostering learner-centered learning strategies were by far different from the expected number of 
participants but with different signs. That is, more respondents (376) put that they “never used” such a technique 
as part of their teaching learning process where as lesser respondents (154) than the expected number of 
participants (250) declared that they often used peer assessment technique as a strategy for promoting active 
learning in their actual sessions. This variation is very much significant at =0.05 level. 
 
Table 6 method related peer assessment questions 
 frequency Observed N Expected N Residual Chi-square(a) df Asymp. Sig. 
never 113 83.3 29.7 19.016 2 .000 
some times 80 83.3 -3.3    
often 57 83.3 -26.3    
Total 250        
 
Table 6 shows that the frequency of using method related peer assessment technique in actual teaching learning 
process is much insufficient.  The residual for “never used” and “often used” method related peer assessment 
techniques as a means of fostering learner-centered learning strategies were by far different from the expected 
number of participants but with different signs. That is, more respondents (113) put that they never used such a 
technique as part of their teaching learning process where as lesser respondents (57) than the expected number of 
participants (83) declared that they often used method related peer assessment techniques as a strategy for 
promoting active learning in their actual sessions. This variation is very much significant at =0.05 level. 
 
Table 7 Resource utilization related peer assessment questions 
 frequency Observed N Expected N Residual Chi-square(a) df Asymp. Sig. 
never 158 83.3 74.7 103.256 2 .000 
some times 57 83.3 -26.3    
often 35 83.3 -48.3    
Total 250        
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Table 7 shows that the frequency of using resource utilization related peer assessment technique in actual 
teaching learning process is much inadequate.  The residual for “never used” and “often used” resource 
utilization related peer assessment technique as a means of fostering learner-centered learning strategies were by 
far different from the expected number of participants but with different signs. That is, more respondents (158) 
put that they never used such a technique as part of their teaching learning process where as lesser respondents 
(35) than the expected number of participants (83) declared that they often used resource utilization related peer 
assessment technique as a strategy for promoting active learning in their actual sessions. This variation is very 
significant at =0.05 level. 
 
Table 8 Assessment techniques related peer assessment questions 
 frequency Observed N Expected N Residual Chi-square(a) df Asymp. Sig. 
never 105 83.3 21.7 11.096 2 .004 
some times 83 83.3 -.3    
often 62 83.3 -21.3    
Total 250        
 
Table 8 shows that the frequency of using assessment related peer assessment techniques in actual teaching 
learning process is far behind the expected.  The residual for “never used” and “often used” assessment related 
peer assessment technique as a means of fostering learner-centered learning strategies were by far different from 
the expected number of participants but with different directions. That is, more respondents (105) put that they 
never used such a technique as part of their teaching learning process where as lesser respondents (62) than the 
expected number of participants (83) declared that they “often used” assessment related peer assessment 
techniques as a strategy for promoting active learning in their actual sessions. This variation is significant at 
=0.05 level.  
 
1.1 The Relationship between Teachers’ Peer Assessment and Self-reflection 
Table 9 - the Correlation between Teachers’ Peer Assessment and Self-reflection 
    
Freq of self 
reflection  
freq of peer 
assessment  
frequency of self reflection participants Pearson 
Correlation 
1 .727(**) 
  Sig. (2-tailed) . .000 
  N 50 50 
frequency of peer assessment participants Pearson 
Correlation 
.727(**) 1 
  Sig. (2-tailed) .000 . 
  N 50 50 
 
Table 9 discloses the fact that there is a strong correlation between primary school teachers peer assessment and 
self-reflection practiced in schools of  Bahir Dar town, which is significant at = 0.01 level in a 2-tailed test. 
That is, teachers who usually implement self-reflection as a means to justify their teaching are also open to 
colleague criticism of their teaching practice which is a viable means of developing our competence in managing 
active learning during actual teaching and learning sessions.  
 
Table 10 Paired Samples t-test Analysis of Teachers’ Peer Assessment & Self-reflection 
  Paired Differences t df 
Sig. (2-
tailed) 
  Mean 
Std. 
Deviation 
Std. 
Error 
Mean 
95% confidence 
interval of the 
Difference       
        Lower Upper       
Pair 
1 
frequency of self 
reflection  - 
frequency of peer 
assessment  
.06202 .19478 .03795 -.01609 -.14013 1.634 49 .115 
 
Table 10 indicates the fact that t-calculated is out of the 95% confidence interval of the difference (-
0.01609_____0.14013). That is, the t-calculated value (1.634) is within the rejected region.  This farther implies 
α
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that there is no difference between the frequency of teachers practice of self-reflection and peer assessment done 
to better implement active learning in their respective classrooms. This is also confirmed by Table 9, which 
indicates the presence of strong relationship between teachers peer assessment and self-reflection. 
 
Table 11: Teachers Peer Assessment & Self-reflection vis-à-vis Age, Experience and Gender 
Table 11 indicates that there is mean frequency difference in teachers peer assessment and self-reflection in 
terms of variation in experience, age and gender of the participants. That is as teachers’ age and teaching 
experience increases there is a slight increase in the mean frequency of practicing peer assessment and self-
reflection attempts made for the purpose of justifying their own teaching. Moreover, the table indicates that 
female teachers outperform males in terms of frequency of applying peer assessment and self-reflection during 
the instructional process as a means to better manage active learning sessions. In relation to this point, Robertson 
in Anna (2000) asserted that due to the attempts made to make issues gender neutral, females are also doing best 
in peer review and self reflection attempts made to justify their teaching and better manage active learning in 
actual teaching. 
 
Discussion of the Findings, Conclusion and Recommendation 
Discussion of the Findings 
The extent of teachers’ peer assessment and self reflection in primary schools of Bahir Dar town 
The research findings in this study show that the frequency of using peer assessment and self-reflection in actual 
teaching learning process is much behind the expectation.  That is, the residual for the frequencies for “never 
used” and “often used” peer assessment and self-reflection techniques as a means of fostering learner-centered 
learning strategies were far apart from the expected number of participants but with different directions. That is, 
more respondents asserted that they “never used” such a technique as part of their teaching learning process 
where as very less respondents as compared to the expected number of participants declared that they often used 
peer assessment and self reflection techniques as strategies for promoting the implementation of active learning 
in their actual sessions. These variations were found very much significant at =0.05 level. 
As the findings of this research imply, changing teachers’ instructional practice requires changing the 
deep-rooted traditional philosophy they adhered to, the culture, norms and school ethos. However, it takes a long 
instructional time to bring the required change in these respects. In support of this point, the MoE (2003) 
disclosed the fact that though there exist strong criticisms on the conventional teacher based approach in 
education, the teaching learning process in most schools in Ethiopia has persisted to be teacher dominated and 
actual classes were dictated by direct instruction which lead teaching and learning towards pouring of inert 
information from the classroom teacher to students. That is, most classes are characterized by a situation where 
students are made to listen to their teachers and copy notes from the blackboard. Learning by doing, problem 
solving, cooperative learning and group approaches are limited and if used, they are used haphazardly and as a 
result they don’t serve their very purpose (MoE Task Force, 2007). 
Therefore, the MoE and its attendant implementers, interest groups, users of different educational 
programs should work towards realizing a strong school culture which is guided by the constructivist 
philosophical underpinning. Here, it requires us to define what it means by strong and weak school culture. The 
strength of culture is generally defined as “a combination of the extent to which norms and values are clearly 
defined and the extent to which they are rigorously enforced” (Cox, 1993, p.162). Cultural strength, therefore, 
refers to the extent to which the behaviour of school staff is actually influenced or determined by the 
assumptions, values, norms and artefacts that are shared in school or recommended by the education system to 
practitioners in schools. Weak cultures do not informally put great pressure on school members to behave in 
certain ways, but simply offer a guideline for their behaviour instead. As Kilmann, Saxton & Serpa (1985) word 
it, “the culture only mildly suggests that they behave in certain ways” (p.4). Stated otherwise, weak cultures do 
not prescribe how staff must behave, but rather how they might behave.  
Generally, strong school culture in line with this philosophical foundation can be realised using frequent 
training and retraining of the school community, especially teachers and students. But the training should be 
based upon information about individual stages of concern and levels of program use of teachers (Solomon & 
Alemayehu, 2010). At the same time, the training usually needs to be organized in schools as supports to the 
current and largely used strategies of professional development, i.e., teachers’ peer assessment and self-reflection. 
The relationship between teachers’ peer assessment and self reflection in primary schools of Bahir Dar 
town 
Research findings of the current study discloses the fact that there is a strong correlation between primary school 
teachers peer assessment and self reflection practiced in Bahir Dar town, which is significant at = 0.01 level 
in a 2-tailed test. That is, teachers who usually implement self-reflection as a means to justify their teaching are 
also open to colleague criticism of their teaching practice which is a viable means of developing teachers’ 
competence in managing active learning during actual teaching and learning sessions. 
α
α
Factors Mean Frequency 
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This research further confirmed that there is no difference between the frequency of teachers practice of 
self-reflection and peer assessment done to better implement active learning in their respective classrooms. The 
critical self reflection of teachers would be enhanced by peer observation and reflection. Conducting 
observations on peer classes and engaging in critical conversations is another important tool in promoting active 
learning. Discussing events teachers have experienced, and colleagues’ description of what has happened 
benefits the teacher being observed; and at the same time they examine their own experiences and check, 
reframe, and broaden their own theories of practice (MoE Task Force, 2007). 
Other scholars have further suggested that formative peer assessment, a process in which work 
collaboratively to assess each others’ teaching and to assist one another in efforts to strengthen teaching, be 
developed and implemented as a supplement to self reflection in professional development endeavors. 
Collaborative peer review probably should include opportunities to teachers to learn how to teach more 
effectively, to practice new teaching techniques and approaches, to get regular feedback on their classroom 
performance, and to receive coaching from colleagues (Menges, 1985 cited in MoE Task Force, 2007).  
Difference in teachers’ peer assessment and self reflection by experience, gender and age of participants 
The results in the current study also indicated the fact that there is mean frequency difference in teachers peer 
assessment and self-reflection in terms of variation in experience, age and gender of the participants. That is, as 
teachers’ age and teaching experience increases there is a slight increase in the mean frequency of practicing 
peer assessment and self reflection for the purpose of justifying their own teaching. Moreover, it is indicated that 
female teachers out-perform males in terms of frequency of applying peer assessment and self-reflection during 
the instructional process as a means to better manage active learning sessions.  
The results in the current study also indicated the fact that there exist mean differences among teachers 
teaching experience in using self assessment and peer reflection as a way out for easier management of active 
learning in instructional sessions. A stock of research findings suggested in the literature support the current 
finding. In this line, Marso & Pigge (1994) cited in Solomon & Alemayehu, (2010), for example, surveyed 
approximately 300 pre-service and in-service teachers in various stages of their career. Four career periods were 
identified: pre-service teachers, teachers with 5-19 years of experience, teachers with 20-29 years of experience, 
and teachers with 30+ years of teaching. Lower levels of concerns about the task of teaching were reported by 
pre-service teachers compared to the in-service teachers, though in-service teacher groups were not significantly 
different from one another. Late-career teachers did, however, report lower concerns about self-survival than did 
mid-career teachers. Pre-service teachers also reported significantly lower levels of concern for impact on pupils 
than in-service teachers, and again the in-service teacher groups were not significantly different from one 
another. On a similar basis, the original research of Fuller (1969) revealed patterns in teacher concerns that 
correlated with maturity and teaching experience. Of particular importance to this study are findings that show 
pre-service and beginning teachers have different concerns to experienced teachers, and that pre-service teacher 
education courses should take cognizance of the characteristics typical of teachers at an initial stage of 
development. 
Some other research findings suggested in the literature, however, contradict the current finding. In this 
line, a review made into the related literature depicted the fact that one cannot assume that an instructor’s years 
of experience are directly related to the teacher's developmental stage, as individual teachers move through these 
stages at different rates. It is also extremely important to recognize that teachers do not pass through these stages 
independent of the other conditions of one's life. Depending upon changing personal and professional factors, it 
is likely that the teachers will fluctuate among the stages. For example, if a teacher goes through a major life 
crisis, such as the death of a parent, it is likely that he or she will drop to a lower developmental stage while 
coping with this traumatic event. Also, if an experienced teacher moves to a new school district, he or she is 
likely to begin the first year at a survival stage of development. This stage may pass quickly as the teacher draws 
on past knowledge to begin to function within the new context. However, it is important to recognize that this is 
likely to occur. A change from a suburban to an urban setting may also result in an experienced teacher moving 
to a lower stage of development, and as such, they may need assistance with strategies that will help them 
become successful in this new context (Fullan & Hargreaves, 1996). 
Even though some of the available literature on the correlation between increasing the use of self 
assessment and peer reflection with teaching experience uncovered no relationship, the results in this study, 
however, revealed the reverse. That is, the mean difference among teachers with different ranges of teaching 
experience is found to be related to the frequency of using self-reflection and peer assessment as techniques for 
effective and efficient implementation of active learning. To see greater magnitude of relationship, however, 
requires support by continuous and relevant training in schools.   
Participants’ age may also be related to their teaching experience. It might be as a result of this that 
teachers’ age seems related to the frequency of using peer assessment and self reflection. From another point of 
argument, one can put that our competency in using peer assessment and self-reflection may be more justified as 
we get older and older due to the increase of the horizon of our life exposure.  
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Conclusion 
Notwithstanding the government’s relentless effort made to bring real change in schools, however, the schools 
observed showed little improvement in using self-reflection and peer assessment as a tool to manage active 
learning in actual classroom sessions. Whereas, teachers who employ self reflection were found good in terms of 
letting colleagues to observe their instructional practice and thereby get relevant feedback that enable them to 
better facilitate active learning sessions. Though it is at the bottom, it is found out that experience, age, and 
gender of participants matter their use of those techniques in classroom instructions. The researcher found out 
strong support in the relevant literature about the effect of experience in using innovations, but the effect of age 
and gender equivocal, thus these situations require further research to affirm. 
 
Recommendation 
Based on the above concluding remarks, the following points are suggested: 
• Classroom teachers’ performance is basically influenced by different factors that undergo/ interact in the 
school as well as outside the school setting such as school principals, administrators, colleagues, students, 
parents, etc. That is, boosting up teachers commitment and competence to perform self-reflection and peer 
assessment depends upon changes made both in school culture as well as the attitudes of people outside the 
school setting who put significant influence upon schooling practices. Therefore, the Bahir Dar Special Zone 
Education Office personnel and its attendant education administrators should provide repeated orientations 
to the above mentioned stakeholders on the value of using peer assessment and self-reflection strategies in 
fostering the implementation of active learning in the classroom. 
• Individuals’ competency of making self-reflection is found to have a strong correlation with their openness 
for peer observation. Therefore, to flourish better peer assessment among staff members, school principals/ 
department heads should motivate teachers on individual basis so that they will be highly committed for 
self-reflection strategy as a way out for smart management of active learning sessions.  
• In addition to other criteria, teachers should get promoted to the higher professional ladder mainly on the 
bases of their valid participation in peer assessment and self-reflection. To this end, there is need to have a 
very orderly documentation of the everyday performance of teachers. This implies that there should be 
trained personnel in authentic record keeping. 
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